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ABSTRACT 
by 
Walt Davis 
Harding University 
December 2016 
 
Title: Effects of TLI- Versus NWEA-Interim Assessment on Academic Achievement of 
Sixth- and Seventh-Grade Students (Under the direction of Dr. David Bangs) 
 
 This project focused on two online providers, The Learning Institute (TLI) and 
Northwest Evaluation Association (NWEA). The purpose of this dissertation was to 
provide additional research concerning the effects of interim assessments (TLI versus 
NWEA) and gender on literacy and mathematics achievement for students in Grades 6 
and 7 in Northwest Arkansas. Of the four included school districts, two used TLI and two 
used NWEA as their interim assessment. For all four hypotheses, the independent 
variables were gender and interim assessment type. In the first and second hypotheses, 
the dependent variable was literacy achievement as measured by student performance on 
the 2013 Arkansas Benchmark sixth- and seventh-grade literacy examinations, 
respectively. Similarly, in the third and fourth hypothesis, the dependent variable was 
mathematics achievement as measured by student performance on the 2013 Arkansas 
Benchmark sixth- and seventh-grade mathematics examinations. Through a review of the 
literature, the various aspects of the effects of gender and interim assessment type on 
student achievement in reading and mathematics were identified.  
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The sample for this study included students from two school districts who used 
TLI as an interim assessment and two school districts who used NWEA as an interim 
assessment. The first TLI district had 306 sixth-grade students and 321 seventh-grade 
students. Of the sixth-grade students, 51% were females, and 63% of the students were 
Caucasian. Of the seventh-grade students, 50% were females and 67% of the students 
were Caucasian. The second TLI district had 1,135 sixth-grade students and 1,010 
seventh-grade students. Of the sixth-grade students, 50% were females, and 54% of the 
students were Caucasian. Of the seventh-grade students, 50% were females, and 56% of 
the students were Caucasian. The first NWEA school district has 680 sixth-grade students 
and 691 seventh-grade students. Of the sixth-grade students, 47% were females, and 69% 
of the students were Caucasian. Of the seventh-grade students, 49% were females, and 
70% of the students were Caucasian. The second NWEA school district had 1,509 sixth-
grade students and 1,501 seventh-grade students. Of the sixth-grade students, 48% were 
females, and 40% of the students were Caucasian. Of the seventh-grade students, 48% 
were females, and 39% of the students were Caucasian. All of the selected school 
districts were within a 50 mile radius of one another. 
 A 2 x 2 factorial ANOVA was used to analyze the data collected for each of the 
four hypotheses. The results of this study indicated no significant interaction effects 
between gender and interim assessment type on literacy and mathematics achievement 
measured by Arkansas Benchmark Literacy and Mathematics Exams for Grades 6 and 7. 
In all four hypotheses, no significant interaction effect existed. For Hypotheses 1 and 2, 
the main effect of gender and assessment was statistically significant. Students using the 
TLI assessment performed better on the Benchmark Literacy Exam compared to students 
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using the NWEA assessment regardless of their gender. Additionally, females 
outperformed males on the Benchmark Literacy Exam for sixth-grade students regardless 
of the type of assessment. However, for Hypotheses 3 and 4, the main effect of gender 
and assessment were not significantly significant. Further, there was no significant 
difference in mathematics achievement by gender or by assessment type. 
 While some studies were found that showed the effect of gender or interim 
assessment on academic achievement, no studies were found that compared two interim 
assessment programs. The results from the studies were mixed. Some research identified 
significant difference in academic achievement while others did not. Most research 
deemed interim assessment to be beneficial but was inconsistent as to what degree. This 
study provided new research comparing competitive interim assessment programs. TLI 
students performed better on the Benchmark Literacy Exam than NWEA students for 
both grades examined. Also, females outperformed males on the Benchmark Literacy 
Exam for both grades examined. The review of mathematics performance for both grades 
revealed no significant difference by gender or assessment. The study provided data for 
school leaders examining the effect of interim assessments. 
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CHAPTER I 
INTRODUCTION 
 A recent trend in education is for school leaders to seek support from web-based 
companies to help districts with interim and formative assessments for improvement of 
student performance. These services can also benefit the alignment of curriculum. 
Axelson (2005) noted that any online assessment is attractive to educators because 
student data may be gathered in large amounts and accessed quickly. However, the author 
noted that districts should exercise caution when purchasing such web-based 
assessments. Many vendors oversell the correlation between their assessment items and 
the state standards, causing some states to be hesitant to recommend any vendors. 
However, many school districts attempt to take advantage of these types of services. This 
project focused on two online providers: The Learning Institute (TLI) and the Northwest 
Evaluation Association (NWEA). 
Three important forms of assessment are summative, interim, and formative. 
Perie, Marion, and Gong (2007) said, “Summative assessments are generally given one 
time at the end of some unit of time such as the semester or school year to evaluate 
students’ performance against a defined set of standards” (p. 1). State required end-of- 
course and state benchmark exams are examples of summative assessments. Southworth 
(2008) said, “Formative assessments are part of the instruction designed to provide 
crucial feedback for teachers and students. Assessment results inform the teacher of what 
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has been taught well and not so well. They inform students of what they learn well…” (p. 
1). Crooks (2001) stated, “Summative assessment is intended to summarize student 
attainment at a particular time, whereas formative assessment is intended to promote 
further improvement of student attainment” (p. 1). Effective formative assessment may 
positively impact students’ summative assessment performance. The origin of the terms 
formative and summative assessment dates back to the late 1960s. Michael Slavin coined 
the terms, formative and summative assessment, and Benjamin Bloom made formative 
assessments building blocks of his Learning for Mastery (Southworth, 2008). Curriculum 
mapping has a more modern origin than formative assessment. According to their 
Research Brief, Appalachia Educational Laboratory (2005) noted, “Webb (1997) defines 
alignment as the degree to which expectations [standards] and assessments are in 
agreement and serve in conjunction with one another to guide the system towards 
students learning what they are expected to know and do” (p. 1). Formative assessments, 
interim assessments, and curriculum alignment are tools provided by TLI and NWEA to 
assist instruction. 
Consequently, interim assessment fits between formative and summative. Perie et 
al. (2007) noted that interim assessment evaluates students’ knowledge and performance 
related to a specific set of goals over a limited period. Additionally, interim assessments 
provide data for decisions within the classroom but are also used at a broader level 
including predicting success for a high stakes summative assessment. Interim 
assessments are valuable in identifying what students have learned during sections of the 
course. Summative, interim, and formative assessments each provide unique data to guide 
instructors and administrators into the best possible decisions regarding student success. 
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Statement of the Problem 
The purpose of this study is four-fold. First, the purpose of this study is to 
determine by gender the results of TLI-interim assessment versus NWEA-interim 
assessment on Benchmark Literacy Exam performance for sixth-grade students from 
Arkansas middle schools. Second, the purpose of this study is to determine by gender the 
results of TLI-interim assessment versus NWEA-interim assessment on Benchmark 
Literacy Exam performance for seventh-grade students from Arkansas middle schools. 
Third, the purpose of this study is to determine by gender the results of TLI-interim 
assessment versus NWEA-interim assessment on Benchmark Mathematics Exam 
performance for sixth-grade students from Arkansas middle schools. Fourth, the purpose 
of the study is to determine by gender the results of TLI-interim assessment versus 
NWEA-interim assessment on Benchmark Mathematics Exam performance for seventh-
grade students from Arkansas middle schools. 
Background 
Two general vendors that provide assessment and alignment opportunities are TLI 
and NWEA, which are frequently used in Arkansas public schools. They were compared 
and contrasted in several ways throughout this dissertation project. Both of these online 
providers use various assessments and curriculum alignment to inform administrators and 
teachers with data. The goal is that the information help educators improve teacher 
instruction and lead to improved student success. Formative, interim, and summative 
assessments all provide data to be evaluated. 
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Online Delivery Systems 
TLI. In the first comparison, TLI is an online vendor advocating to increase 
school districts’ student performance. TLI provides curriculum alignment, interim 
assessments, research, consulting, technological services, and support to schools. TLI 
claims these services will aid teachers, administrators, and policy makers in meeting the 
needs of all students (A. Olsen, personal communication, April 6, 2010). School leaders 
in Arkansas are using TLI’s services for assistance in assessment to help improve 
students’ test scores on state assessments. 
TLI may provide support for school districts regarding curriculum alignment and 
student assessment. TLI (2013a) stated that it focused on improving the academic 
performance of all students by applying a 3-level process that includes (a) examining, (b) 
aligning, (c) teaching and assessing curriculum, (d) reviewing assessment data, and (e) 
determining action based on the results. TLI provides assessments in literacy, 
mathematics, and science. These assessments provide the district information on 
strengths and weaknesses in both curriculum and student knowledge. Teachers and 
administrators may get immediate, daily feedback from the TLI web portal. TLI’s 
curriculum staff consists of people with experience in the classroom. TLI provides 
curriculum support, professional development, and intervention strategies to elevate 
opportunities for all students to learn. The primary goal is that administrators, teachers, 
and students know the skills taught in the classroom as evidenced by continuous 
assessment. Curriculum alignment is vital to the program and curriculum maps are 
designed specifically to each district. The program reviews maps annually, and they may 
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be adjusted from year to year. These tools may provide helpful assistance for districts that 
use TLI. 
TLI provides mathematics assistance. In the TLI Mathematics Program, TLI 
(2013f) said that it provides assessments in mathematics for Grades 1-8, Algebra I, 
Geometry, and Algebra II. Each assessment contains 20 multiple-choice questions and 1 
open-response question. There are eight assessments for each level annually. The 
assessments follow the Common Core State Standards. TLI updates the tests annually. 
TLI also provides assistance for literacy. In the TLI Literacy Program, TLI 
(2013e) noted that it provides assessments for Grades 1-11 in writing and Grades 2-11 in 
reading. The reading assessments contain 8 multiple-choice questions that focus on the 
reading passage and 1 open-response question. The writing assessment includes 12 or 
less multiple-choice questions based on grammar development. Assessments for Grades 
1-5 have a writing prompt, and those for Grades 6-11 have the additional option to 
include a performance task. TLI supports two specific models for literacy. One design 
uses the Common Core State Standards for Grades 1-8 and uses the state frameworks and 
TLI’s Core 14 skills for Grades 9-11. The second model focuses on Common Core State 
Standards for all grade levels. 
Also, instructors and administrators will need training to enhance their skills so 
that students may receive the maximum benefit from the data provided by TLI. TLI 
(2013b) offers a broad range of professional development for educators. Training may 
range from web portal procedures to TLI reports targeted at improving education. Each 
new district to purchase the system receives professional development to train teachers 
for the interim assessment process. Once the primary teacher training has taken place, 
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appropriate school district employees may attend any of the advanced report trainings or 
curriculum based trainings. TLI provides Common Core State Standards training to help 
districts with the integration of the new set of standards. With Arkansas transitioning to 
the Partnership for Assessment of Readiness of College and Career assessment, 
integration of new standards will be paramount to educators promoting student 
achievement. 
NWEA. In the second comparison, NWEA is used by many Arkansas school 
districts and has an origin from the western United States. NWEA (2013d) said that its 
origin dates back to 1974 when a partnership was formed between area schools in 
Portland, Oregon and Seattle, Washington. The coalition was created to improve the 
overall education system and create an opportunity for all students to learn. NWEA 
created one of the first computerized adaptive testing; and later, in 1977, established itself 
as a non-profit organization. In 1978, students in Portland and Hillsboro, Oregon 
participated in the first achievement level tests. The first computer adaptive assessments 
were administered to students from the Portland public schools in 1986. By 1997, the 
Measures of Academic Progress (MAP) was developed. MAP was a refinement of 
previous computer adaptive tests. In 2000, the first MAP tests were administered to 1,700 
students. Beginning in 2001, the Learning Continuum was published by NWEA. NWEA 
created a partnership with more than 1,200 school districts in 2003. Within the next 2 
years, NWEA introduced DesCartes: A Continuum of Learning and The Dynamic 
Reporting Suite. NWEA benefits from 5 decades of developing new tools and programs 
within the organization. 
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NWEA is a non-profit organization that offers many tools to analyze student 
learning. According to NWEA (2013a), it offers state aligned assessments, professional 
development for teachers, and numerous classroom resources which support proper 
evaluation of student learning. NWEA (2013e) stated that the its mission is “Partnering to 
help all kids learn” (p. 1). NWEA’s vision includes being the front runner in creating a 
child-centered education that uses comprehensive and accurate information to direct each 
student’s proper learning path. Information from the assessments is designed to inform 
and improve education. Professional development focuses on informing teachers of how 
to properly use the data and how the data directly guides the proper learning path for each 
student. NWEA administers a continuous effort to identify the most helpful data to 
improve student learning so that the information provided to teachers, parents, and 
administrators is most accurate and best aids each student. NWEA indicated that values 
are at the forefront of its program. NWEA’s core values include honesty, integrity, 
teamwork, continuous improvement, and care and respect for stakeholders. Further, they 
value accountability, rigorous data research, sustainability, and fun. NWEA (2013f) said 
that it has a belief in measurable growth and that all students may grow. Data-driven 
instruction and informed decision making lead the organization. NWEA contends that 
strong leadership and collaboration are essential for success. They credit the development 
of a learning culture and openness to new ideas and input as essential ingredients to their 
success. 
Comparing the tools. Undoubtedly, there are many similarities between NWEA 
and TLI. Both of these assessments are performance level predictors for students taking 
the Benchmark and End of Course exams for the Arkansas Comprehensive Testing, 
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Assessment, and Accountability Program. Both of these testing companies are moving 
towards computer-based, multi-layered questions required by the Partnership for 
Assessment of Readiness of College and Career assessments. NWEA and TLI 
assessments provide student data that may be valuable to teachers in guiding instruction 
and focusing intervention.  
In contrast, several fundamental differences exist between the two competitors. 
NWEA provides assessments classified as norm referenced assessments, which yield 
estimated positions in a predefined population, based on the measurement of a specific 
trait. NWEA provides a pre-test and a post-test. The test data from the NWEA assessment 
help identify gaps in training, and the DesCartes element shows the teachers what to 
teach to close the gap. The information is skill/mastery particular, due to the adaptive 
nature of the assessment. The reports generated following the assessments identify grade 
levels equivalency, academic growth, and Lexile ranges of independence for individual 
students. These reports may automatically group students based on specific emergent 
skills for targeted intervention.  
Furthermore, TLI provides criterion referenced assessments, which use pre-
determined cut-scores to conclude whether material has been learned by the students. 
These assessments are not adaptive and are specific to grade levels. Because of this, TLI 
build curricular units around these assessments. These formative assessments serve a 
similar function for student feedback as a chapter test would in a basal or other textbook.  
Certainly, NWEA and TLI have many similarities and differences. However, both 
assessments provide districts, schools, departments, and classroom teachers with a 
myriad of data to target instruction and improve student learning. 
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Effects and Characteristics of Assessments  
Proponents of formative assessment note that effective formative assessment may 
lead to effective summative assessment. Chappius and Chappius (2008) noted that the 
formative assessment is the act that delivers the information during the teaching process 
before the summative assessment. Guskey (2003) said that the best assessments to make a 
positive impact on student achievement are quizzes, writing assignments, tests and other 
assessments given daily to meet a certain set of standards. Wiliam (2006) expanded 
further by stating that educators must make deeper efforts and go beyond looking at just 
the assessments themselves. He added that school leaders should look at the real issues 
about how assessments support learners and their instructors. The data from the 
assessments should help them know where their students are, where they need to go, and 
how they may get there. 
Two separate studies in the states of Virginia and Ohio identified the effective 
methods of schools within those states. In a study focusing on the Virginia schools, 
Demary, Magill, and Finley (2000) said that 22 of the 26 randomly selected schools listed 
assessment as an important effective practice. They said further that the most commonly 
mentioned activities were teachers making tests that aligned with the required state test 
and formatting the test. Another frequent practice was analyzing their classroom 
assessment data continually to assess and address the needs of the students. From the 
Ohio study, Kercheval and Newbill (2002) noted effective practices including the use of 
mirror tests and previous proficiency tests to familiarize students with the format. 
Simulation of the actual test day and the identification of students’ strengths and 
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weaknesses revealed through data analysis were other noted practices. Formative 
assessment practices were evident in both studies. 
Additionally, a research brief from the National Council of Teachers of 
Mathematics included an evaluation of the benefits of formative assessment. Wiliam 
(2007) said, “the effects of formative assessment observed in relatively short-scale 
studies are maintained over long periods of time” (p. 2). Wiliam said that classrooms 
where teachers were using short or medium cycle formative assessment processes 
produced approximately double the results in student learning compared to those 
classrooms not using formative assessment. Additionally, he identified greater 
engagement by students and greater professional satisfaction by teachers as positive 
effects of formative assessment. He noted that because effective formative assessment 
implementation is difficult, appropriate professional development for instructors was vital 
for the success of the process. 
Also, a separate article was written examining the predictive validity of selected 
benchmark assessments used in the Mid-Atlantic region. Brown and Coughlin (2007) 
noted that, of the five commonly implemented test-preparatory assessments used in the 
region, only one provided evidence of predictive validity; and the data were limited. For 
the most part, success or failure on the online assessments did not translate to success or 
failure on the state exam.  
Several studies uncovered characteristics of the different types of assessments. 
Perie et al. (2007) noted that desired characteristics of interim assessments for 
instructional purposes would include various question types along with multiple-choice. 
Provisions for qualitative insight about understanding and misconceptions, implications 
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for what to do besides re-teaching each missed items, high quality test items linked to 
intended standards, and a good fit with curriculum were essential to the process. They 
stated the analysis is an extension of learning and a good fit in pacing learning so students 
are not tested on untaught content. Vendlinski, Niemi, Wang, and Monempour (2008) 
noted, “The research literature and our experience suggests that scaffolding the 
assessment development process for teachers and providing a means whereby 
assessments can be continually polished should improve the quality of classroom 
formative assessments” (p. 1). Two ways to enhance the success and usefulness of 
formative assessment are identifying relevant test items and modifying pacing guides. 
In October 2008, the Miami-Dade County Public Schools produced a report that 
analyzed the effect of interim assessment on student achievement in their schools. Blazer 
(2008) said, “Research is limited but indicates that when assessments are administered 
periodically throughout the school year and their results are used to guide instructions, 
they have a positive impact on student achievement” (p. 7). Further, she stated that 
research from studies indicates that the use of frequent testing with the added provision of 
corrected feedback leads to higher levels of student performance. These types of 
assessments appear to be particularly effective with lower achieving students. The 
program was implemented to improve the district’s instructional practices. The program’s 
three major components were (a) interim assessments, (b) a benchmark assessment item 
bank, and (c) professional development. Early indications suggested that the program has 
had a positive effect on the schools’ instruction and student achievement. 
In recent years, the federal government has mandated summative examinations in 
mathematics and reading as part of No Child Left Behind (2002). A major reason for the 
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required testing is the need for improved academic instruction. From a study that 
identified a mastery learning intervention program in high school mathematics, 
Zimmerman and Dibenedetto (2008) said the program drew national recognition for its 
success. Teachers and students who were interviewed reported positive educational and 
motivational outcomes required of the mastery learning approach. Some characteristics of 
high stakes testing created concerns of drawbacks. A negative connotation was associated 
with these summative tests. However, Zimmerman and Dibenedetto said with proper 
formative assessment in the instruction model, the elimination of tests for the purpose of 
accountability would be possible. They said the model provides teachers with timely 
feedback about progress and need for improvement in meeting their goal as well as a 
curriculum that provides additional time and opportunities so all students may succeed. 
Shute (2008) stated identifying individual features of the learner as they relate to aspects 
of the tasks enhances the potential of using formative feedback. A teacher may get 
verification of response accuracy from the student, explanation of the correct answer, and 
use hints and examples to promote learning. 
Another study that surveyed prospective secondary school teachers for England 
provided some assessment data. Taber et al. (2011) stated, “Assessment represents a 
complex area of educational thinking and practice, where professional learning may be 
challenging” (p. 182). He said that student interns may feel stress when analyzing 
discussion about what is good teaching versus their perception of assessment practices in 
secondary schools. He stated that although research supports that the formative 
assessment is most beneficial to student learning, pressures of high stakes testing alters 
instruction practices in schools. 
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Some studies support the relevance of effective interim assessments. From a paper 
presented at the National Council of Measurement in Education conference, Arter (2010) 
stated that some evidence exists to support interim assessments may result in increased 
student learning. However, the true value of any type of assessment comes from the 
information gained and used by both students and teachers. The assessments help them 
make useful formative and summative decisions. Further, she stated that it was not clear 
that redirecting resources used for interim assessment towards training teachers to be 
better classroom assessors would positively affect student learning. The benefit of the 
instructors’ improved use of data were not clear. She said that all areas of assessment 
were important and that formative assessment, used properly, may create significant 
gains in student motivation and learning. Interim assessment results used primarily by 
teachers should be only a small part of the solution at best. Formative and summative 
assessments should be used to gather information in a balanced manner to inform all 
decision makers with data to meet all students’ needs. 
Effects and Characteristics of Curriculum Alignment  
Many studies support the direct effect of curriculum alignment on student 
learning. According to a report from Appalachia Educational Laboratory (2005), research 
indicates a strong correlation between aligning the curriculum to the standards and 
assessment and student performance. Curriculum alignment involves textbook alignment, 
instructional alignment, alignment between the state standards and enacted curriculum, 
and alignment through professional development. 
A study was conducted regarding effective practices in Virginia schools. DeMary, 
Magill, and Finley (2000) noted curriculum alignment was identified as an effective 
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practice 72% of the time. At least two interview groups in 18 of the 23 randomly selected 
schools identified curriculum alignment as important. They stated the three activities 
involving curriculum alignment revealed most frequently were focusing on the state 
required test, including all state examination content and an ongoing curriculum review. 
The following study provided an even stronger correlation between curriculum 
alignment and student achievement. From the case study of effective methods for Ohio’s 
improved districts, Kercheval and Newbill (2002) noted curriculum alignment was 
identified by the participants as the single greatest factor in achieving improved student 
test scores. The Delphi portion of the study ranked curriculum alignment as the most 
important component and the most frequently reported factor. They added from the 
available data that two themes consistently emerged relating to curriculum alignment: 
curriculum mapping and change in instructional practices. Mapping and instructional 
changes may empower teachers to improve the effectiveness of their teaching practices. 
Research on curriculum alignment provides support that the alignment may 
improve student performance. Squires (2012) suggested the student achievement be 
related to three alignment categories: (a) the taught curriculum, (b) the tested curriculum, 
and (c) the written curriculum. Pairing any of these categories produces a positive impact 
for alignment. Alignment of the state standards to the curriculum is vital for a student’s 
understanding of the content. A teacher’s instruction must include tested material or 
students will not understand the necessary content. He noted that standards are 
considered to be a more general list of learning expectations, and curriculum is 
considered to be more specific. He said that student writing assignments should each be 
aligned to a specific standard. Polikoff (2012) said “recent research suggests that 
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instructional alignment tends to be higher when the standards and assessments are more 
aligned” (p. 364). Further, while legislators consider strengthening standardly based 
reforms through Common Core State Standards, it is essential that close attention be paid 
to align resources of instructional influence. 
Many factors are deemed as important in their relationship to student 
achievement. However, Johnson (2013) indicated that an efficiently aligned curriculum 
could off-set other traditional indicators of student achievement like gender, 
socioeconomic status, ethnic origin, and teacher affect. She advocates three processes that 
are necessary for improving curriculum alignment: basic alignment services, knowledge 
domain alignment, and comprehensive alignment. Any or all of these methods may be 
needed depending on the needs of the school district’s curriculum.  
Research identified vertical alignment as an important component for the 
promotion of student achievement. A comparison was conducted between the vertical 
alignment of the curriculum in education with the wheel alignment for a vehicle (Holmes, 
2012). It said that the wheel alignment minimizes the amount of tire wear and keeps the 
car from pulling to one side. The mechanic must adjust the angles of the wheels to 
maximize performance of the vehicle’s wheel alignment. Likewise, vertical alignment of 
the curriculum ensures that the teacher’s instruction is directly aligned to state standards 
and assessments. Vertical alignment enhances the likelihood that what is being taught and 
tested in the classroom matches directly with the state standards and assessment. Vertical 
alignment should be a district-wide process that requires collaboration from teachers, 
curriculum specialists, and administrators to ensure a meaningful, accurate curriculum is 
in place in the learning environment.  
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Vertical alignment is a component that is commonly referenced in relation to 
improved student performance. Two districts attributed their implementation plan for 
vertical alignment to the upgrade in their students’ academic performance on Benchmark 
Mathematic and Literacy Exams. The districts’ specifically cited the teamwork of district 
and school officials and utilization of the curriculum mapping software as the major 
components of their vertical alignment success. Kurz, Talapatra, and Roach (2012) said, 
“to ensure coherency among all curricula of an accountability system, horizontal 
alignment between intended and assessed curricula must be extended vertically to 
curricula at the teacher and student levels” (p. 43). Alignment practices must be executed 
properly to support teacher instruction that will lead to optimum student performance. 
Hypotheses 
The following hypotheses were generated for this study: 
1. No significant differences will exist by gender in Benchmark Literacy Exam 
performance of sixth-grade students in Arkansas middle schools who received 
TLI-interim assessment versus those sixth-grade students in Arkansas middle 
schools who received NWEA-interim assessment. 
2. No significant differences will exist by gender in Benchmark Literacy Exam 
performance of those seventh-grade students in Arkansas middle schools who 
received TLI-interim assessment versus those seventh- grade students in 
Arkansas middle schools who received NWEA-interim assessment. 
3. No significant differences will exist by gender in Benchmark Mathematics 
Exam performance of sixth-grade students in Arkansas middle schools who 
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received TLI-interim assessment versus those sixth-grade students in 
Arkansas middle schools who received NWEA-interim assessment. 
4. No significant differences will exist by gender in Benchmark Mathematics 
Exam performance of seventh-grade students in Arkansas middle schools who 
received TLI-interim assessment versus those seventh-grade students who 
received NWEA-interim assessment. 
Description of Terms 
Benchmark assessments. Coffey (2010) defined benchmark assessments as short 
examinations given throughout the school year that give teachers immediate feedback on 
how their students are meeting state standards. These assessments are considered a tool to 
measure student growth and to adjust curriculum to meet specific learning needs. 
Common Core State Standards. In their Mission statement, the Common Core 
State Standards Initiative (2012) defined the Common Core State Standards as the current 
curriculum adopted by 45 states designed to provide a clear, consistent expectation of the 
material that students are expected to learn. They provide the blueprint of what teachers 
and parents are to do to help them. The standards are designed to be relevant to the real 
world and arm students with the knowledge and skills that they need to be successful in 
college and careers. 
Curriculum alignment. According to Appalachia Educational Laboratory 
(2005), curriculum alignment is defined as the extent to which textbooks and instruction 
are aligned with standards and assessments. 
Formative assessment. Brown and Coughlin (2007) defined formative 
assessment as assessment designed to provide data to guide instruction. 
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Formative feedback. Shute (2008) defined formative feedback as information 
communicated to the student with the intention to modify his or her thinking in order to 
improve the student’s learning. It is usually presented to the student in a non-evaluative 
manner as information in response to the student’s work. 
Horizontal alignment. In their Horizontal Alignment Definition, EHow (2013) 
defined horizontal alignment by stating, “In education, horizontal alignment is defined as 
the alignment of the curriculum being taught by teachers in a common grade level. It 
provides teachers with a guide for their instruction” (p. 1). Horizontal alignment is 
sometimes referred to as a pacing guide. 
Interim assessment. Perie et al. (2007) defined interim assessment as assessment 
designed to evaluate students’ knowledge and achievement within a specific time frame 
to a specific set of academic goals and designed to inform decisions in the classroom and 
beyond. 
No Child Left Behind. The No Child Left Behind of 2001 (2002) federal 
legislation was an enactment of a set of theories for standards-based reform in education. 
It centered on the belief that establishing higher standards based on measurable goals 
may improve education in America. It focused on common expectations for all students 
which would reduce the racial, class gaps.  
Professional development. Reeves (2006) defined professional development as 
research-based training designed to help improve student success. The training should be 
focused on classroom feedback, assessment practices, and cross-disciplinary writing for it 
to reach maximum effectiveness. 
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Summative assessment. Perie et al. (2007) defined summative assessments as 
assessments given one time at the end of the semester or school year to evaluate student 
performance against a defined set of standards. 
Vertical alignment. Vertical alignment is defined as the process that creates a 
seamless flow of instruction from grade level to grade level (“Vertical alignment,” 2013). 
It was designed to minimize wasted time on excess review and focus on the material 
deemed most necessary. 
Significance 
Research Gaps 
Research studies determining the effect of new instructional strategies on student 
performance have provided valuable data to educators throughout the course of 
educational history. Background information for this study uses research data to connect 
assessment and alignment to student achievement. However, new research that may 
connect the significance of online programs towards student success may provide 
valuable information, which was not previously available. Specifically, data providing 
insight on the effectiveness of TLI and NWEA programs will be valuable to K-12 
educators. The knowledge could impact decisions for school districts that may directly 
affect student performance. 
Potential Implications for Practice 
Determining the effect of TLI interim assessment on Benchmark scores compared 
to Benchmark scores from NWEA-interim assessment may provide valuable data that 
may impact school leaders’ decisions, which have the potential to affect student learning. 
For instance, whether or not the TLI program or the NWEA program has an effect on 
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Benchmark scores will help determine whether or not the investment is benefiting teacher 
instruction and student success.  
If TLI-interim assessment program or NWEA-interim assessment program 
instruction has a more positive effect on Benchmark scores, the school will benefit from 
gaining this information. The data accumulated might help them assess if their 
investment in the program is improving their standing for state accreditation in meeting 
the standards. If neither the TLI program nor the NWEA program is effective, schools 
may look at other resources to assist their efforts to improve student scores on 
Benchmark exams. 
Additionally, another major implication to consider is the adaptation of TLI and 
NWEA to the transition from the traditional state standards and Benchmark testing to the 
Common Core State Standards and Partnership for Assessment of Readiness of College 
and Career testing. The recent shift in curriculum and testing in Arkansas and other states 
should be important to monitor and prepare for essential adjustments. 
Process to Accomplish 
Design 
A quantitative, causal-comparative strategy was employed in this study. The 
independent variables for all four statements of the problem were interim assessment 
(TLI versus NWEA) and gender. The dependent variable for Hypothesis 1 was the 
achievement measured by the Benchmark Literacy Exam for sixth-grade students. The 
dependent variable for Hypothesis 2 was the achievement measured by the Benchmark 
Literacy Exam for seventh-grade students. The dependent variable for Hypothesis 3 was 
the achievement measured by the Benchmark Mathematics Exam for sixth-grade 
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students. The dependent variable for Hypothesis 4 was the achievement measured by the 
Benchmark Mathematics Exam for seventh-grade students. 
Sample 
The study used sixth and seventh-grade students in four school districts’ middle 
schools in Northwest Arkansas. Two districts’ schools used the TLI program, and two 
districts’ schools used the NWEA program. Students were categorized based on which 
test they were taking. Sixth-grade students were used for the sixth-grade Benchmark 
Literacy and Benchmark Mathematics Exams. Seventh-grade students were used for the 
seventh-grade Benchmark Literacy and Mathematics Exams.  
The four school districts were chosen based on their similarity in size of the 
school, student demographics, and ethnicity. The first TLI district had 306 sixth-grade 
students and 321 seventh-grade students. Of the sixth-grade students, 51% were females, 
and 63% of the students were Caucasian. Of the seventh-grade students, 50% were 
females, and 67% of the students were Caucasian. The second TLI district had 1,135 
sixth-grade students and 1,010 seventh-grade students. Of the sixth-grade students, 50% 
were females, and 54% of the students were Caucasian. Of the seventh-grade students, 
50% were females, and 56% of the students were Caucasian.  
The first NWEA school district has 680 sixth-grade students and 691 seventh-
grade students. Of the sixth-grade students, 47% were females, and 69% of the students 
were Caucasian. Of the seventh-grade students, 49% were females, and 70% of the 
students were Caucasian. The second NWEA school district had 1,509 sixth-grade 
students and 1,501 seventh-grade students. Of the sixth-grade students, 48% were 
females, and 40% of the students were Caucasian. Of the seventh-grade students, 48% 
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were females, and 39% of the students were Caucasian. All of the selected school 
districts were within a 50 mile radius of one another. 
The first two school districts used the TLI-interim assessment program. The 
second two school districts used the NWEA-interim assessment program. Teachers from 
the first two school districts were trained to use TLI software with appropriate 
professional development. Teachers from the second two school districts were trained to 
use the NWEA software with appropriate professional development. These teachers used 
the preparatory assessments provided by TLI or NWEA and aligned their curriculum for 
the courses with the software. The training occurred for the teachers prior to their 
instruction for the school year. Samples were taken from the following populations: 
males receiving TLI-interim assessment (first two schools), males receiving NWEA-
interim assessment (second two schools), females receiving TLI-interim assessment (first 
two schools), and females receiving NWEA-interim assessment (second two schools). 
Instrumentation 
In the fall semester, students at the first two school districts were instructed in 
sixth- and seventh-grade literacy and mathematics using TLI-interim assessment. 
Students at the second two school districts received NWEA-interim assessment program 
in sixth- and seventh-grade literacy and mathematics. Sixth- and seventh grade students 
at the four school districts took the Benchmark Literacy and Mathematics Exams in the 
spring term.  
Data Analysis 
To address the first hypothesis, a 2 x 2 factorial was conducted using the 
condition by gender as the independent variable and the raw scores for the sixth-grade 
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Benchmark Literacy Exam the dependent variable. To address the second hypothesis, a 2 
x 2 factorial was conducted using the condition by gender as the independent variable and 
the raw scores for the Seventh-grade Benchmark Literacy Exam the dependent variable. 
To address the third hypothesis, a 2 x 2 factorial was conducted using the condition by 
gender as the independent variable and the raw scores for the Sixth-grade Benchmark 
Mathematics Exam the dependent variable. To address the fourth hypothesis, a 2 x 2 
factorial was conducted using the condition by gender as the independent variable and the 
raw scores for the Seventh-grade Benchmark Mathematics Exam the dependent variable. 
To test the null hypothesis, a two-tailed test with a .05 level of significance was used. 
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CHAPTER II 
REVIEW OF THE RELATED LITERATURE 
 Today’s school leaders are actively looking for ways to accelerate student 
academic growth. Online delivery systems are one avenue that educators are exploring to 
address improving student achievement. With concerns of reduced funding for education 
and pressures of academic accountability on student test scores, educators must make 
informed decisions before purchasing services from these online providers. Axelson 
(2005) stated that desire for online formative assessment providers is based on the need 
for educators to receive accurate, meaningful data both quickly and regularly for planning 
instruction and intervention.  
TLI and NWEA were the online delivery systems representing the focus of this 
project. Both providers offer resources to help provide both formative and interim 
assessments to help teachers prepare students for their Benchmark Exams. The state 
Benchmark Exams were the summative assessments that measured student achievement. 
Additionally, TLI and NWEA provided data to help guide curriculum alignment ensuring 
that students were tested over what they were taught. TLI and NWEA are currently used 
by many Arkansas schools to help districts address the academic needs of students. 
Besides interim assessment programs, gender was another important component 
to consider. The effect of gender on student achievement has been researched extensively 
through time. Gender perceptions have existed for centuries regarding academic 
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capability. Are they myths, or do they have some validity? In this study the text data by 
interim assessment providers and gender were compared. The information gained from 
this study may guide the decisions of school administrators and educators. 
Online Interim Assessment Programs 
 School districts from Arkansas and other states are turning to online providers for 
assessment and curriculum alignment. The need for such services has been influenced by 
pressures on school districts to improve student test scores that affect the school’s 
accountability measures. In Arkansas, TLI and NWEA are the two main online interim 
assessment programs that school leaders use. This study focused on their effectiveness in 
improving student test scores. 
 School leaders have considered purchasing interim assessment programs to help 
their students prepare for state summative assessments. The federal legislation of No 
Child Left Behind (2002) increased the pressure on public schools to push their students 
to perform well on the state exams. No Child Left Behind was legislation that enacted a 
standard-based reform in education centering on establishing high standards based on 
measurable goals and common expectations for all students. The intent of the legislation 
was to improve education in America and reduce the racial and class gaps. 
 In reaction to No Child Left Behind, individual states adjusted their accountability 
systems to meet the new standards. In Arkansas, each school had to meet a sliding 
percentage scale of proficient students in literacy and mathematics for certain grade 
levels in order to be considered an adequate school; the percentage was ultimately raised 
to 100%. To measure student proficiency, Arkansas used Benchmark Exams starting in 
elementary school through Grade 8. For students’ high school years, the schools used the 
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End of Course Literacy (Grade 11), Algebra, and Geometry examinations to measure 
student performance. Schools failing to reach the required percentage of proficient 
students would be placed on alert status. If they continued to not attain the goal, they 
would be placed on school improvement status. Eventually, they would be placed under 
the state takeover if they did not reach the goal. 
 A negative academic designation of a district’s school has several potentially 
negative effects. A district might lose students to a higher performing school because 
parents want their children to have a better chance to succeed. Furthermore, a district 
might struggle to find competent teachers because of the stigma connected with poor 
academics. Ultimately, state and federal funding might be affected because of a failure to 
produce the required results, not to mention state takeover of the school. Thus, school 
leaders are motivated to improve test scores, and an interim assessment program becomes 
an appealing tool to help them meet state and federal academic requirements. 
 When determining whether to purchase an interim assessment program, an 
educator should consider the expectations of the program and if an interim assessment 
program will benefit the students’ academic achievement and growth. Generally, 
programs provide assessment data measuring different levels of achievement. Fleming 
(2013) stated that it is essential to have an understanding of students’ current instructional 
level to tailor instruction to each student’s academic needs and strengths. Thus, one 
potential benefit of an interim assessment program would be improved instruction. 
 An interim assessment program would be most beneficial if it could be tailored 
specifically to each district’s student population. For instance, Ryan (2010) stated, “The 
complexities and demands for validity across a multi-component assessment system 
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designed for a diverse student population are critical and considerable” (p. 17). Attention 
must focus on validity for all students with finances, materials, and personnel. Efforts 
focusing on reviewing current practices and discovering valid approaches to developing 
and maintaining an effective assessment system must also be in place. A consistent, 
systematic evaluation system of the program will be essential to justify the investment in 
the assessment system. Further, the interim assessment system that matches the needs of 
the students of the district will provide the most benefit. 
 Another interesting point of view was found from a study exploring the use of 
interim assessments in classroom instruction. Goertz, Olah, and Riggan (2009) stated 
that, although their study showed that interim assessments were useful, they were not 
sufficient standing alone to inform instructional improvement. However, the information 
from the interim assessments did aid teachers in decisions over what content should be 
re-taught and to which students. The data helped identify specific areas that the class as a 
whole performed well on, as well as specific areas in which students did poorly. Both 
school and district factors influenced the use of interim assessments for aligning interim 
assessment content with standards and curriculum and for developing an expectation that 
the results would be used to inform classroom instruction. The factors also helped 
provide instructional support for students needing additional assistance and support to 
instructors for data analysis and instruction. They stated, “We found little evidence, 
however, that the interim assessments we studied helped teachers develop a deeper 
understanding of students’ mathematical learning—a precursor to instructional 
improvement” (p. 238). Summarizing, the study found many positive aspects of the use 
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of interim assessments. However, other factors like school leadership and culture of data 
were also critical in addressing the improvement of instruction. 
 Improving instruction and determining student needs are important potential 
benefits of purchasing an interim assessment program. However, are there other benefits 
to consider? Hicks (2014) devised several points to consider when comparing and 
evaluating interim assessments. First, the purchaser should consider whether the 
assessment is designed to provide achievement status and growth data for students and if 
the assessment is adaptive. Second, he stated that it was imperative the assessment link 
appropriate resources and inform decision-making for classroom instruction. In other 
words, can the data be used to influence decisions on the building and district levels? 
Third, the data should also be valid and be able to predict outcomes of high-stakes 
summative tests, as well as college entrance exams. Several potential benefits should 
exist before purchasing an interim assessment program. School leaders must be clear 
about the program expectations to make the best decision on the purchase. 
 The cost of a program is an extremely important consideration when choosing to 
purchase an interim assessment system. The access and availability of finances vary from 
district to district. Further, administrators have to justify the gain in student academic 
growth versus the sometimes-significant financial investment. Ryan (2010) explained, “A 
systematic evaluation of the overall impact of the assessment system is needed to account 
for the massive investment in the enterprise” (p. 19). Therefore, a value analysis is 
essential prior to the commitment to an interim assessment program. 
 TLI and NWEA are currently used in the state of Arkansas. Local curriculum 
specialists were questioned to get an idea about the cost of each program. The cost of TLI 
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is approximately $25 per student. An additional cost of time was noted for those that used 
TLI with teachers printing, organizing, and grading writing and open-response questions. 
NWEA ranges from $12.50 to $13.50 per student, with an option for science for an 
additional $2.50 per student (S. Owens, personal communication, December 1, 2014). 
Consequently, the estimated cost of TLI is approximately twice as much as that of 
NWEA. If both programs are equal in effectiveness in promoting student success in 
literacy and mathematics, NWEA’s price would seem to give it the advantage. 
TLI is an Arkansas-based company that has provided interim assessments for 
helping educators improve instruction by providing valuable data promptly. TLI (2013c) 
stated, “TLI provides a single point of access to all district achievement data so that 
teachers and district leaders can have the right information—right now—to make the 
right decisions for their students” (p. 1). Further, student tests, answer sheets, and reports 
may be accessed through the web portal. Additionally, the web portal provides document 
libraries with lesson plans, other presentation materials, and reports from mathematics, 
literacy, and science interim assessments in conjunction with the districts’ Benchmark 
state testing data. 
TLI provides interim assessments for both literacy and mathematics. TLI (2013e) 
stated that their literacy interim assessments provides for writing and reading. Writing 
assessments are provided for Grades 1-11, and reading assessments are provided for 
Grades 2-11. Further, the reading assessments include eight multiple-choice questions 
based on the reading passage and one open-response. Writing assessments for Grades 1-5 
include 12 multiple-choice questions and 1 writing prompt. Writing assessments for 
Grades 6-11 have 12 multiple-choice questions and use a performance task. Four reading 
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interim assessments and four writing interim assessments are provided in an academic 
year. TLI curriculum specialists must approve all reading passages, reading items, and 
writing items before assessments are used. Likewise, TLI (2013f) stated that interim 
assessments are developed for Grades 1-8 in mathematics and for Grades 9-12 in Algebra 
I, Geometry, and Algebra II. Each interim assessment provides 20 multiple-choice 
questions and 1 open-response question. There are eight assessments provided per 
yearlong course, and TLI specialists approve the content and standard correlation. 
For literacy and mathematics, TLI assesses students against the Common Core 
State Standards aligned by the district (Common Core State Standards Initiative, 2012). 
The Partnership for Assessment of Readiness of College and Career testing, aligned to 
the Common Core State Standards, began with the spring of 2015. Consequently, TLI 
(2013d) noted, “New standards require a reevaluation and revision of current approaches 
to both instruction and assessment” (p. 1). Further, TLI claimed to provide improved 
tools to make the transition easier for students and teachers. TLI’s full transition plan is 
valuable information for curriculum directors and other school leaders going forward. 
NWEA was created in the 1970s by an alliance of Washington and Oregon 
educators who wanted to create a new type of testing system. In Our History (NWEA, 
2013d), the authors stated that the creators of NWEA wanted “to create a new, precise 
way to measure an individual student’s academic level and growth” (p. 1). Further, 
NWEA wanted the resulting data to serve as a transforming teaching tool. NWEA is 
currently being used in many states, including Arkansas, for interim assessment. 
NWEA offers interim assessments for many grade levels. The MAP tests for 
Primary Grades are being used by districts around the United States. The MAP is used for 
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grades 3-12, and the MAP tests for Primary Grades are used for Grades K-2. The NWEA 
(2013b) authors noted that the MAP generates a personalized learning experience that 
adapts to each student’s learning level. Assessment data are available within 24 hours of 
the testing, revealing what the student knows about different areas of study, as well as 
what the student is ready to learn in those areas. The MAP includes assessment in 
reading, language arts, and mathematics. The tests are untimed, but an average student 
typically completes the assessment in less than an hour per subject. These assessments 
are given 3-4 times per year. 
With Partnership for Assessment of Readiness of College and Career testing on 
the horizon for Arkansas public schools, the transition to Common Core State Standards 
is at the forefront of educators’ minds when considering an interim assessment program 
(Common Core State Standards Initiative, 2012). NWEA is attempting to make strides in 
that transition. Hicks (2014) suggested four ways that MAP or the MAP tests for Primary 
Grades interim assessments could support the transition to Common Core. First, MAP 
measures both student growth and instructional readiness at the start, middle, and end of 
the year. Second, MAP assessments provide growth information to provide context for 
data interpretation and evaluation for after the transition. Third, MAP offers a data point 
for measuring college and career readiness for all students. Fourth, MAP allows teachers 
to evaluate the program’s effectiveness. For Arkansas educators, an interim assessment’s 
ability to adapt from the past curriculum and assessment state requirements to the rigor of 
Common Core State Standards and Partnership for Assessment of Readiness of College 
and Career testing could be one of the deciding factors in purchasing a program. 
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Assessment and Curriculum Alignment 
Assessment and curriculum alignment serve as the major benefit of using an 
interim assessment system. Curriculum alignment organizes the material that is to be 
taught. Appalachia Educational Laboratory (2005) defined curriculum alignment as the 
extent to which instruction and textbooks are aligned with standards and assessment. As 
mentioned, interim assessment and curriculum alignment are two tools provided by 
interim assessment providers. The effects of assessment and alignment on student test 
scores are an important consideration in the present study. 
When considering the value of an interim assessment program, curriculum 
alignment is a vital factor to evaluate. The academic effects of organizing curriculum and 
instruction have been a popular topic of educational research. Squires (2012) indicated 
that student achievement is directly related to taught curriculum, tested curriculum, and 
written curriculum. Moreover, the pairing of any of the three may have a positive effect 
on alignment and, ultimately, student achievement. Additionally, Johnson (2013) stated 
that effective curriculum alignment might potentially offset other traditional indicators of 
student achievement such as gender, socioeconomic status, ethnic origin, and teacher 
effect. 
 Curriculum alignment’s value is referenced in many areas concerning student 
achievement. Brown and Green (2014) identified curriculum alignment as one of the 
seven leadership strategies in the literature of school transformation. Specifically, they 
stated that “…the leadership practice of monitoring students’ learning and using the 
results to plan individualized instruction was the highest determining factor of all the 
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practices that led to student transformation” (p. 13). This involves both assessment and 
alignment. 
 Curriculum alignment’s educational benefits may affect student achievement both 
directly and indirectly. Alignment may have a positive effect on instruction. For instance, 
Polikoff (2012) stated that instructional alignment was more effective when standards 
and assessments were well aligned. Thus, proper curriculum alignment affects 
instructional alignment, which might improve instruction. The value of alignment should 
not be overlooked. As mentioned above, it has a potentially profound direct and indirect 
effect on student achievement. 
 The effect of interim assessment on summative assessments is an important factor 
to consider as school leaders today attempt to improve student achievement in their 
districts. If interim assessments affect the standardized scores positively, then 
administrators have to consider their value to the administrators’ districts. A study was 
conducted examining the effects of a commercial interim assessment program used in 
Indiana public schools. The program’s effects on reading and mathematics were 
examined. Konstantopoulos, Miller, and Ploeg (2013) stated that the results indicated that 
the treatment effects were positive; however, the results were not consistently significant. 
Furthermore, the treatment effects were greater in Grades 3-8 and smaller in Grades K-2. 
The results in mathematics for Grades 3-6 showed the most significant treatment effects. 
Additionally, McGraw Hill Education (2015) reviewed this study and endorsed the 
findings. They stated that the study revealed significant positive effects in both 
mathematics and reading. Specifically, mathematics scores were most significant in 
Grades 5 and 6, and reading gains were most evident in Grades 3-5. Summarizing, the 
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results of the Indiana study indicated that the use of an interim assessment program did 
have a positive effect on student literacy and mathematics achievement. 
 Conversely, a study reviewing the influence of commercially-prepared interim 
assessments on math and language arts achievement for an eighth-grade student in New 
Jersey showed different results. Babo, Tienken, and Gencarelli (2014) stated that the 
study revealed a lack of quantitative data to determine the true value of these interim 
assessments on school reform. Examining a commercially-produced assessment program, 
the study explored the program’s effects on mathematics and literacy using pre- and post- 
examinations. The researchers also examined the program’s ability to predict results on 
state-mandated exams on those subjects. They stated that there was no significant 
difference in the pre-test predictive ability to that of the post-test predictive ability. 
Therefore, the efficacy of the implementation of the interim pre-tests and post-tests was 
brought into question. Blazer (2008) also indicated uncertainty on the direct relationship 
between interim assessments and student achievement. She stated, “Although some 
interim assessments have predicted students’ subsequent performance, there has been 
much variability in the magnitude of these relationships” (p. 8). Therefore, the studies 
explored were mixed concerning the value of interim assessment programs. 
Both TLI and NWEA promote curriculum alignment. TLI (2013b) stated that 
curriculum alignment is valued as the first and possibly the most important step in the 
continuous improvement model. They indicated that alignment to each subject is slightly 
different. However, the alignment should provide a roadmap that connects learning 
expectation in the classroom to the test items on the interim assessments. Similarly, 
NWEA (2013c) stated that their standards’ alignment process guarantees that each item 
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reflects standard content precisely. They ensure that the flexibility to maintain current 
standards is adjusted to new standards based on the district’s state requirements. Thus, 
both interim assessment providers have areas on their website dedicated to curriculum 
alignment. 
Gender 
 When considering interim assessment, gender biases that may exist must be taken 
into account when evaluating the assessments. Throughout the years, many theories have 
been discussed regarding the effect of gender on academics. A perception exists that boys 
have a better chance to be successful in mathematics compared to girls. Further, another 
perception exists that girls have a better chance for success in literacy concepts, reading, 
and language arts when compared to boys. This section examines what the research says 
regarding gender perceptions; particularly, actual effects of gender on literacy and 
mathematics achievement will be reviewed. 
 Stereotypes associating academic success or lack of academic success have 
existed for a long time. These perceptions have an effect on how much time and what 
type of effort children devote to certain academic activities. Therefore, these overt 
perceptions could positively affect females in literacy efforts and males in mathematics 
efforts. Thus, the stereotyped perceptions could affect females negatively in mathematics 
and affect males negatively in language arts. Research indicates that parental perceptions 
of these stereotypes might have an effect on the parents’ expectations of their children’s 
success. Eccles, Jacobs, and Harold (1990) analyzed the effect of parents’ expectations in 
influencing their children to participate in gender role stereotyped activities. They 
surmised that parents “distort their perceptions of their children in gender-role stereotypic 
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activities such as math and sports” (p. 183). They found that parents could have a strong 
positive or negative effect on their students’ performance in gender-role stereotypic 
activities. These perceptual biases influence students’ self-perceptions and choices of 
activities in which to participate. They stated, “parents’ perceptions of their children’s 
competencies in math, English, and sports are strongly related to independent indicators 
of their children’s actual competence in these domains” (p. 197). The parents’ 
perceptions were influenced by stereotypical gender beliefs. The evidence supported that 
influence is independent of any actual difference in children’s competencies. They 
believed the parents’ perception had an effect on the interest and confidence in 
participating in these activities. In summary, the perception of the parents, not the 
student’s actual ability, was determined to have an effect upon the students. 
Gender role stereotyping was investigated through a study that focused on 
Kenyan primary schools. Ogutu, Peter, and Collins (2011) stated that the results from 
their study indicated a feminine and masculine perception existed in certain subjects. 
Male students had aspirations for mathematics and science, and female students favored 
language arts. Furthermore, boys’ preference towards mathematics was attributed to more 
opportunities to manipulate numerical objects that exposed them to problem-solving 
skills. Girls had less exposure to activities that enhance problem-solving skills, but they 
were given more strenuous responsibilities at home. Girls’ preference to language arts 
was attributed to their interest in social context and communicative tasks, and boys were 
more interested in technical matters. Stereotyping has an effect on male and female 
interest in subject areas. Actual ability and potential being more suited to gender in the 
subject areas was not found. 
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A study was conducted on a sample of 342 senior secondary students. A survey 
was provided that included 20 stereotype self-concept questions and 10 mathematics 
questions. Igbo, Onu, and Obiyo (2015) stated, “The findings of the study indicate that 
gender stereotype has significant influence on students’ self-concept and academic 
achievement in favor of male students” (p. 2). Further, they stated that school location 
influenced academic achievement but not students’ self-concept. For the study’s 
purposes, stereotype means “segregation between one group of people and the other 
showing superiority over one group against the other” (p. 16). From the study’s findings, 
gender stereotype blocked female students from the rights and privileges that they were 
entitled to because they were intentionally segregated from certain activities that were 
viewed as male-oriented activities. Summarizing, the results showed that gender 
stereotype had significant influence on academic achievement, but self-concept and 
location had no significant influence on the students in the study. Again, gender 
stereotyping is found to have an effect on student learning, but not gender itself. 
 Research on gender’s effects on literacy achievement has derived another 
conclusion. Zembar and Blume (2011) attributed part of the explanation of gender 
differences in literacy achievement to the cognitive abilities of middle school students. 
Further, female students outscore male students in verbal reasoning, verbal fluency, 
comprehension, and understanding logical relations. They stated that girls, by the age of 
12, began to like language arts and social studies more compared to boys. Because 
interest is closely linked to confidence, a student’s confidence in a subject may have an 
effect on how well that student does in a subject area. 
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Research provides many examples of girls out-performing boys in literacy 
achievement. Klinger, Shuhla, and Wade-Woolley (2009) stated that female students had 
been shown to have a significant and consistent advantage in literacy achievement over 
their male counterparts in North America and across the world. However, the differences 
vary and, in some cases, literacy achievement between the genders is similar. In schools 
where the gap was less, boys reported higher levels of fiction reading, reading frequency, 
and homework completion. Boys played video games less frequently in the low-gap 
schools. Good teaching and positive learning environments were listed as constant factors 
in the low-gap schools. 
As with literacy, research studying the effects of gender on mathematics 
achievement has yielded many results. Zembar and Blume (2011) stated that, generally, 
males score higher compared to females on mathematics achievement exams. However, 
males and females perform equally well on areas of basic mathematics knowledge. Girls 
even perform better compared to boys in mathematics computational skills. Conversely, 
gender differences become relevant to the areas of mathematical reasoning and geometry 
where boys greatly outperform girls. The researchers noted that males exhibited a much 
higher confidence level in their mathematics skills compared to their female counterparts. 
Studies have consistently shown that factors such as self-confidence and stereotyping are 
listed more than any inherent skills of males or females when it comes to academic 
achievement. 
Many times, gender differences in mathematics achievement are believed to 
emerge in late middle school and early high school. However, Penner and Paret (2008) 
stated that gender differences in mathematics achievement begin when children are much 
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younger. In fact, they observed differences as early as kindergarten. The male advantage 
at the earliest ages was attributed to parents’ high level of education. In addition, all 
males tended to do as well or better than girls do by the third grade in mathematics.  
Some reports indicate that gaps in gender achievement are closing. Hyde and 
Mertz (2009) indicated that girls are now achieving at an equal level with boys in 
American high schools. Further, female students are excelling in high schools that had 
significant gender gaps decades before. Though some research shows that boys 
outperform girls in mathematics in school, factors of perception, confidence, and parental 
influence seem to influence that difference and not inherent factors of males and females. 
Consequently, some research indicates that gender does not have a significant effect on 
academic performance at all. Ebenuwa-Okoh (2010) conducted a study that examined the 
influence of age, financial status, and gender on academic success. The research indicated 
that none of these factors, including gender, were significant indicators for academic 
performance. They found that students’ character and behavior were the foremost 
determinants of academic performance. Although some studies indicate that gender and 
gender perceptions affect students in some academic areas, the reviews are clearly mixed.  
Conclusion 
 School administrators have pressure for their schools to achieve a certain standard 
based on state accountability measures. Interim assessment programs might be able to 
provide assistance in improving the academics in public schools. School leaders must 
weigh the cost of the investment versus the potential gains in making a decision whether 
to purchase the product. From the research, interim assessment has the potential to have a 
positive effect on student achievement. Although the research showed mixed results on 
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the success of online interim assessment programs in influencing student achievement, 
the current research study should provide more information on the educational topic of 
interim assessment programs. TLI and NWEA both provide curriculum alignment 
guidelines, and research shows that the organization of curriculum and instruction may 
affect student achievement.  
 Perceptions that males excel in mathematics and girls excel at literacy have 
existed for some time. Results of research showed mixed results on the topic. In addition 
to looking at Benchmark Exam results comparing interim assessment providers, the 
juxtaposition by gender was also explored in the current study. The test results of sixth 
and seventh-grade boys and girls were reviewed providing data for gender comparison in 
the subject areas of mathematics and literacy. 
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CHAPTER III 
METHODOLOGY 
 Some research on interim assessment systems indicates that proper use of data 
from these assessments may benefit students and teachers. However, effective use of 
assessment data is based on several significant assumptions. School districts must 
communicate strong expectations for the data from interim assessments to guide 
instruction. The assessments must generate valid information on student understanding of 
the tested content. School leaders and instructors must have the knowledge to interpret 
assessment results. Technology will streamline the entire process (Goertz et al., 2009). 
Further, Ryan (2010) stated, “Predicting students’ likely performance on important future 
activities is a valued application of interim assessment data and, with caution and care, 
procedures can be explored to develop and apply appropriate prediction models” (p.10). 
As is evident by the review of literature, more research is needed in the area of interim 
assessment systems and their potential effect on student achievement. Interim assessment 
providers are becoming more plentiful and attempting to determine the most effective 
programs may be valuable educational research. This study will address the effectiveness 
of two frequently used interim assessment providers being used in Arkansas and attempt 
to compare their effectiveness on state Benchmark Exams in both literacy and 
mathematics. 
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 The study examined the effects of each interim assessment provider and gender 
on Benchmark performance in literacy for sixth-grade students. Second, the study 
examined the effects of each interim assessment provider and gender on Benchmark 
performance in literacy for seventh-grade students. Third, the study examined the effects 
of each interim assessment provider and gender on Benchmark performance in 
mathematics for sixth-grade students. Fourth, the study examined the effects of each 
interim assessment provider and gender on Benchmark performance in mathematics for 
seventh-grade students. 
The research hypotheses are as follows: 
1. No significant differences will exist by gender in Benchmark Literacy Exam 
performance of sixth-grade students in Arkansas middle schools who received 
TLI-interim assessment versus those sixth-grade students in Arkansas middle 
schools who received NWEA-interim assessment. 
2. No significant differences will exist by gender in Benchmark Literacy Exam 
performance of those seventh-grade students in Arkansas middle schools who 
received TLI-interim assessment versus those seventh- grade students in 
Arkansas middle schools who received NWEA-interim assessment. 
3. No significant differences will exist by gender in Benchmark Mathematics 
Exam performance of sixth-grade students in Arkansas middle schools who 
received TLI-interim assessment versus those sixth-grade students in 
Arkansas middle schools who received NWEA-interim assessment. 
4. No significant differences will exist by gender in Benchmark Mathematics 
Exam performance of seventh-grade students in Arkansas middle schools who 
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received TLI-interim assessment versus those seventh-grade students who 
received NWEA-interim assessment. 
Research Design 
A quantitative, causal-comparative strategy was selected for the study. The 
independent variables for Hypothesis 1 were type of interim assessment and gender. The 
dependent variable was the Grade 6 literacy achievement measured by the Arkansas 
Benchmark Literacy raw score. The independent variables for Hypothesis 2 were type of 
interim assessment and gender. The dependent variable was the Grade 7 literacy 
achievement measured by the Arkansas Benchmark Literacy raw score. The independent 
variables for Hypothesis 3 were type of interim assessment and gender. The dependent 
variable was the Grade 6 mathematics achievement measured by the Arkansas 
Benchmark Mathematics raw score. The independent variables for Hypothesis 4 were 
type of interim assessment and gender. The dependent variable was the Grade 7 
mathematics achievement measured by the Arkansas Benchmark Mathematics raw score. 
The design of the study was used to isolate groups who received the same interim 
assessment systems for the school year. With the quantitative, causal-comparative 
strategy, an ex-post facto design was practical because the event had already occurred, 
therefore, the data were already available. Each of the four hypotheses employed a 2 x 2 
factorial between-groups design. A weakness of the causal-comparative strategy is that 
these studies yield weaker results determining evidence for causation than experimental 
studies. 
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Sample 
The sample for this study consisted of 7,153 sixth- and seventh-grade students. 
The students were from Northwest Arkansas middle schools and took the mathematics 
and literacy Benchmark Exams for their grade. Four school districts were selected. Two 
school districts used TLI-interim assessment program. Two school districts used the 
NWEA-interim assessment programs. A comparison sample was drawn from each of 
these school districts. All of the schools had similar demographic characteristics. All 
students for the study were students taking the sixth-grade mathematics and literacy 
Benchmark Exams or students taking the seventh-grade mathematics and literacy 
Benchmark Exams. The sixth- and seventh-grade classes at each of the school districts 
ranged between 47% and 51% female and from 39 % to 70 % Caucasian. All students in 
the study were tested in literacy and mathematics on the Arkansas Benchmark Exam for 
the 2012-2013 school year. All school districts were within a 50-mile radius of one 
another. 
Demographics 
All students received instruction for literacy and mathematics and were 
designated to either the sixth or seventh grade. In this study, 1,441 sixth graders used TLI 
interim assessments. Additionally, 2,189 sixth graders used NWEA interim assessment. 
1,331 seventh graders used TLI interim assessment. Further, 2,192 seventh graders used 
NWEA interim assessment. Of the sixth-grade students using TLI, 50% to 51% were 
female and 54% to 63% were Caucasian. Of the sixth-grade students using NWEA, 47% 
to 48% were female and 40% to 69% were Caucasian. Of the seventh-grade students 
using TLI, 50% were female and 56% to 67% were Caucasian. Of the seventh-grade 
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students using NWEA, 48% to 49% were females and 39% to 69% were Caucasian. All 
four school districts used are located in Northwest Arkansas. The sample and 
demographics explained above represent the accessible populations. For this study, a 
stratified random sample was executed from these available populations. 
Instrumentation 
The Arkansas Comprehensive Testing, Assessment, and Accountability Program 
Arkansas Benchmark Exams for sixth- and seventh-grade literacy and mathematics were 
used for this study. The augmented Benchmark Exam is a criterion-referenced test. It 
includes multiple-choice and open-response questions designed to assess students’ 
proficiency in Arkansas’ learning standards in literacy and mathematics.  
The format of the sixth- and seventh-grade Benchmark Exams is identical. Each 
session of the mathematics’ exams contains 20 multiple-choice questions. However, there 
are either 2 or 3 open-response questions for each session of the mathematics’ exams. 
Specifically, there are 40 multiple-choice questions on the exams with strand topics 
consisting of number and operations, algebra, geometry, measurement, and data analysis 
and probability. There is 1 open-response question from each of those strands for a total 
of 5. 
For the literacy Benchmark Exams, each session contains 16 multiple-choice 
questions. However, the sessions are broken down into two types of formats. The first 
type consists of 16 multiple-choice questions for reading with 2 open-response questions 
for reading and an essay for writing. The second type of format for the literacy sessions 
consists of 8 multiple-choice questions for reading and 8 multiple-choice questions for 
writing. Additionally, this session format includes an open-response question for reading 
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and an essay for writing. Specifically, there are 32 total multiple-choice questions with 
strand topics consisting of literary passage, content passage, practical passage, and 
writing. There are 13 open-response items with 3 connected with the reading strands and 
10 connected with the writing strands. 
Each of the Arkansas Benchmark Exams used in the study were tested for 
reliability. The 2013 Arkansas Augmented Benchmark Examinations Technical Report 
(Questar Assessment, 2013) stated the reliability (stratified alpha) for the Grade 6 
Mathematics Exam is 0.89. The reliability (stratified alpha) for the Grade 7 Mathematics 
Exam is 0.89. The reliability (stratified alpha) for the Grade 6 Literacy Exam is 0.89. The 
reliability (stratified alpha) for the Grade 7 Literacy Exam is 0.88. 
Data Collection 
 Each selected district collected data without personal identification information. 
These data were requested from the school districts that participated in either TLI or 
NWEA for the 2012-2013 school year. The data set included the gender of the student, 
grade placement of the student, literacy raw score of the student, and mathematics raw 
score of the student. Summarizing, every sixth- or seventh-grade student was categorized 
with a male or female designation and a score for both literacy and mathematics. The data 
were received by email during the summer and fall semesters of 2014 and the spring 
semester of 2015. A stratified random sample was implemented for equal-sized samples. 
The data were stored on a USB flash drive and locked in a fireproof safe when not being 
used. 
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Analytical Methods 
 For the purpose of data analysis, IBM Statistical Packages for Social Sciences 
Version 22 was used. After collecting data, the student’s grade, gender, raw literacy score 
and raw mathematics score were coded in the system. Each of the four hypotheses was 
analyzed using the following statistical analysis. A pre-analysis was conducted to verify 
the number of participants by grade level, gender, raw literacy score, and raw 
mathematics score. A second analysis was conducted to identify outliers. Further, 
Levene’s test was used to check homogeneity of variances.  
 To address the first hypothesis, a 2 x 2 factorial ANOVA was conducted using the 
type of interim assessment and gender as the independent variables and literacy 
achievement of sixth-grade students as the dependent variable. To address the second 
hypothesis, a 2 x 2 factorial ANOVA was conducted using the type of interim assessment 
and gender as the independent variables and literacy achievement of seventh-grade 
students as the dependent variable. To address the third hypothesis, a 2 x 2 factorial 
ANOVA was conducted using the type of interim assessment and gender as the 
independent variables and mathematics achievement of sixth-grade students as the 
dependent variable. To address the fourth and final hypothesis, a 2 x 2 factorial ANOVA 
using the type of interim assessment and gender as the independent variables and 
mathematics achievement of seventh-grade students as the dependent variable. For all the 
tests in this study, a two tailed test with a .05 level was used. 
Limitations 
Limitations of a study need to be noted in order to enhance the reader’s 
understanding in how to interpret its results. A causal-comparative study has a built in 
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limitation because the results of the study occurred before the study takes place. It is not 
an experimental study. Thus, the independent variables could not be manipulated or 
participants randomly assigned. However, this limitation did not appear to inhibit the 
study using schools for research purposes. Next, the sample only included sixth- and 
seventh-grade students in four school districts located in Northwest Arkansas. Because of 
these restrictions, the procedures as well as the results of this study cannot be applied to 
all schools and situations. Certainly, researching younger or older students or researching 
private schools or public schools in a different area of the country may yield different 
results. 
Third, with the volatile climate in curriculum and assessment in the state of 
Arkansas and around the country, using Benchmark Exam results might have a limited 
usefulness in determining a program’s effectiveness. From the 2013-2014 school year to 
the current school year, Arkansas has used the Arkansas Comprehensive Testing, 
Assessment, and Accountability Program , the Partnership for Assessment of Readiness 
of College and Career, and now the ACT-Aspire in successive years. Next, students 
observed in the study had all taken Arkansas Comprehensive Testing, Assessment, and 
Accountability Program and other standardized tests and might have recognized certain 
test questions from this experience. This potential limitation may have affected internal 
validity. However, the length of time between tests would seem to ensure that this was 
not a major limitation. 
Fourth, though all school districts used in the sample are within a 50-mile radius, 
there are some demographic differences in the districts. However, the students using TLI 
and NWEA seemed to balance out some of the differences proportionally. Regardless of 
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limitations, considering the use of TLI or NWEA as an interim assessment program to 
prepare students for Benchmark Exams provides research that is scarce and needed. 
School districts spend large amounts of money to purchase an interim assessment 
program with the intention of it improving student performance. This study provided 
information that might impact this decision making. 
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CHAPTER IV 
RESULTS 
 The purpose of the study was four-fold. A quantitative approach was adopted in 
this study to examine the effect of type of interim assessment by gender on literacy and 
mathematics performance from a sample of sixth-grade students in Northwest Arkansas. 
In addition, this study examined the effect of type of assessment by gender on literacy 
and mathematics performance from a sample of seventh-grade students in Northwest 
Arkansas. The independent variables for all the hypotheses were the type of interim 
assessment and gender. The dependent variables were literacy and mathematics 
performance. A factorial ANOVA was used to test each hypothesis. The IBM Statistical 
Packages for Social Sciences software was used to run assumptions of homogeneity of 
variances, analyze independence of groupings, and check for outliers. Results of this 
analysis are found in this chapter. 
Hypothesis 1 
 Hypothesis 1 stated that no significant differences will exist by gender in 
Benchmark Literacy Exam performance of sixth-grade students in Arkansas middle 
schools who received TLI-interim assessment versus those sixth-grade students in 
Arkansas middle schools who received NWEA-interim assessment. Data were screened 
for data entry errors and missing values. No data entry errors were found. One NWEA 
male student had no score for literacy. The Kolmogorov-Smirnov (KS) statistics and 
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histograms were used to test the assumption of normality. An examination of the 
histogram for each group revealed some deviations from a normal distribution. Results 
from the KS tests confirmed these violations for the literacy performance distribution of 
NWEA males, D(99) = 0.13, p = .000, TLI males, D(100) = 0.14, p = .000, as well as for 
NWEA females, D(100) = 0.14, p = .000. However, KS results showed no significant 
skew/kurtosis in the distribution of literacy performance of TLI females, D(100) = 0.08, p 
> .05. Despite the observed violations in normality, proceeding with the analysis of data 
using ANOVA was deemed appropriate because ANOVA is considered robust to 
violations of the assumption of normality (Pallant, 2013). Table 1 presents a summary the 
group means and standard deviations for this analysis. 
 
Table 1 
Descriptive Statistics from Sixth-Grade 2013 Arkansas Benchmark Literacy Exam Raw 
Scores 
 
 
Next, to test the assumption of equality of variances, Levene’s test was conducted 
within ANOVA and indicated that the assumption of variances was violated, F(3,395) = 
7.80, p = .000. However, the ANOVA test is reasonably robust to violations of this 
 Sixth-grade literacy 
Assessment Male  Female  Total 
 N M SD  N M SD  M SD 
NWEA 99 666.62 183.19  100 730.30 135.56  698.62 163.76 
TLI 100 701.45 175.03  100 774.05 113.72  737.75 151.66 
Total 199 684.12 179.54  200 752.18 126.72  718.23 158.82 
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assumption when group size is similar (Pallant, 2013). Further, examination of the data 
revealed no significant outliers. Having checked all the assumptions associated with 
ANOVA, Hypothesis 1 was tested using a 2 x 2 factorial ANOVA to evaluate the effects 
of interim assessment type and gender on literacy achievement as measured by 2013 
Arkansas Benchmark Literacy Exam. Results of this analysis are displayed in Table 2. 
 
Table 2 
Factorial ANOVA Results from 2013 Arkansas Sixth-Grade Benchmark Literacy Exam 
Raw Scores 
 
Source SS df MS F p ES 
Gender 463162.51 1 463162.51 19.42 .000 0.05 
Assessment 153996.61 1 153996.61 6.46 .011 0.02 
Gender*Assessment 1982.44 1 1982.44 0.08 .773 0.00 
Error 9421331.91 395 23851.47    
 
 These results revealed no significant interaction between assessment and gender 
on the literacy performance of sixth-grade students, F(1,395) = 0.08, p = .773, ES = 0.00. 
Given there was no significant interaction between the variables of gender and 
assessment, the main effect of each variable was examined separately. The main effect 
for gender was significant with a small effect size, F(1,395) = 19.42, p = .000, ES = 0.05. 
The main effect of assessment was also significant with a small effect size, F(1,395) = 
6.46, p = .011, ES = 0.02. Figure 1 shows the means for sixth-grade literacy achievement 
as a function of type of assessment and gender. 
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Figure 1. Mean sixth-grade Benchmark Literacy scores by gender and assessment. 
 
 The results show that females outperformed males, regardless of the type of 
assessment, and TLI students outperformed NWEA students, regardless of gender. On the 
basis of these results, the null hypothesis could not be rejected for the interaction between 
gender and assessment. However, the main effect hypotheses for both assessment and 
gender were rejected. 
Hypothesis 2 
 Null hypothesis 2 stated that no significant differences will exist by gender in 
Benchmark Literacy Exam performance of those seventh-grade students in Arkansas 
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middle schools who received TLI-interim assessment versus those seventh-grade students 
in Arkansas middle schools who received NWEA-interim assessment. Data were 
screened for data entry errors and missing values. No cases of data entry errors or missing 
values were found. The KS statistics and histograms were used to test the assumption of 
normality. An examination of the histogram for each group revealed some deviations 
from a normal distribution. Results from the KS tests confirmed these violations for the 
literacy performance distribution of NWEA males, D(100) = 0.12, p = .001, TLI males, 
D(100) = 0.11, p = .005, as well as for NWEA females, D(100) = 0.10, p = .010, and TLI 
females, D(100) = 0.13, p = .000. Despite the observed violations in normality, 
proceeding with the analysis of data using ANOVA was deemed appropriate because 
ANOVA is considered robust to violations of the assumption of normality (Pallant, 
2013). Table 3 presents a summary the group means and standard deviations for this 
analysis. 
 
Table 3 
Descriptive Statistics from Seventh-Grade 2013 Arkansas Benchmark Literacy Exam 
Raw Scores 
 
 
 Seventh-grade literacy 
Assessment Male  Female  Total 
 N M SD  N M SD  M SD 
NWEA 100 693.95 155.45  100 746.15 139.32  720.05 149.54 
TLI 100 734.65 133.43  100 789.20 120.96  761.93 129.93 
Total 200 714.30 145.93  200 767.68 131.91  740.99 141.47 
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Next, to test the assumption of equality of variances, Levene’s test was conducted 
within ANOVA and indicated that the assumption of variances was not violated, F(3,396) 
= 1.64, p > .05. Further examination of the data revealed no significant outliers. Having 
checked all the assumptions associated with ANOVA, Hypothesis 2 was tested using a 2 
x 2 factorial ANOVA to evaluate the effects of interim assessment type and gender on 
literacy achievement as measured by 2013 Arkansas Benchmark Literacy Exam for the 
seventh-grade students. Results of this analysis are displayed in Table 4. 
 
Table 4 
Factorial ANOVA Results from 2013 Arkansas Seventh-Grade Benchmark Literacy Exam 
Raw Scores 
 
Source SS df MS F p ES 
Gender 284889.06 1 284889.06 14.99 .000 0.04 
Assessment 175351.56 1 175351.56 9.23 .003 0.02 
Gender*Assessment 138.06 1 138.06 0.01 .932 0.00 
Error 7524706.25 396 19001.78    
 
 These results revealed no significant interaction between assessment and gender 
on the literacy performance of seventh-grade students, F(1,396) = 0.01, p = .932, ES = 
0.00. Given there was no significant interaction between the variables of gender and 
assessment, the main effect of each variable was examined separately. The main effect 
for gender was significant with a small effect size, F(1,396) = 14.99, p = .000, ES = 0.04. 
The main effect of assessment was also significant with a small effect size, F(1,396) = 
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9.23, p = .003, ES = 0.02. Figure 2 shows the means for seventh-grade literacy 
achievement as a function of type of assessment and gender. 
 
 
Figure 2. Mean seventh-grade Benchmark Literacy scores by gender and assessment. 
 
 The results showed that females outperformed males, regardless of the type of 
assessment, and TLI students outperformed NWEA students, regardless of gender. On the 
basis of these results, the null hypothesis could not be rejected for the interaction between 
gender and assessment. However, the main effect hypotheses for both assessment and 
gender were rejected. 
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Hypothesis 3 
 Null hypothesis 3 stated that no significant differences will exist by gender in 
Benchmark Mathematics Exam performance of sixth-grade students in Arkansas middle 
schools who received TLI-interim assessment versus those sixth-grade students in 
Arkansas middle schools who received NWEA-interim assessment. Data were screened 
for data entry errors and missing values. No cases of data entry errors or missing values 
were found. The KS statistics and histograms were used to test the assumption of 
normality. An examination of the histogram for each group revealed some deviations 
from a normal distribution. Results from the KS tests confirmed these violations for the 
mathematics performance distribution of NWEA males, D(100) = 0.11, p = .003. 
However, results from the KS tests revealed no violation for the mathematics 
performance distribution of TLI males, D(100) = 0.07, p > .05, as well as for NWEA 
females, D(100) = 0.09, p > .05, and TLI females, D(100) = 0.06, p > .05. Despite the 
observed violations in normality, proceeding with the analysis of data using ANOVA was 
deemed appropriate because ANOVA is considered robust to violations of the 
assumption of normality (Pallant, 2013). Table 5 presents a summary of group means and 
standard deviations for this analysis. 
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Table 5 
Descriptive Statistics from Sixth-Grade 2013 Arkansas Benchmark Mathematics Exam 
Raw Scores 
 
 
Next, to test the assumption of equality of variances, Levene’s test was conducted 
within ANOVA and indicated that the assumption of variances was violated, F(3,396) = 
1.64, p = .036. However, the ANOVA test is reasonably robust to violations of this 
assumption when group size is similar (Pallant, 2013). Further examination of the data 
revealed no significant outliers. Having checked all the assumptions associated with 
ANOVA, Hypothesis 3 was tested using a 2 x 2 factorial ANOVA to evaluate the effects 
of interim assessment type and gender on mathematics achievement as measured by 2013 
Arkansas Benchmark Mathematics Exam. Results of this analysis are displayed in Table 
6. 
  
 Sixth-grade mathematics 
Assessment Male  Female  Total 
 N M SD  N M SD  M SD 
NWEA 100 441.20 167.95  100 456.30 152.27  448.75 160.08 
TLI 100 433.80 154.61  100 465.80 134.59  449.80 145.47 
Total 200 437.50 161.05  200 461.1 143.42  449.28 152.76 
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Table 6 
Factorial ANOVA Results from 2013 Arkansas Sixth-Grade Benchmark Mathematics 
Exam Raw Scores 
 
Source SS df MS F p ES 
Gender 55460.25 1 55460.25 2.38 .124 0.01 
Assessment 110.25 1 110.25 0.01 .945 0.00 
Gender*Assessment 7140.25 1 7140.25 0.31 .581 0.00 
Error 9247779.00 396 23353.00    
 
 These results revealed no significant interaction between assessment and gender 
on the mathematics performance of sixth-grade students, F(1,396) = 0.31, p = .581, ES = 
0.00. Given there was no significant interaction between the variables of gender and 
assessment, the main effect of each variable was examined separately. The main effect 
for gender was not significant with a small effect size, F(1,396) = 2.38, p > 0.05, ES = 
0.01. The main effect of assessment was also not significant with a small effect size, 
F(1,396) = 0.01, p > 0.05, ES = 0.00. Figure 3 shows the means for sixth-grade 
mathematics achievement as a function of type of assessment and gender. 
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Figure 3. Mean sixth-grade Benchmark Mathematics scores by gender and assessment. 
 The results showed that, even though females performed higher compared to 
males, their performance was not significantly higher. Similarly, even though TLI 
participants scored, on average, higher compared to the NWEA participants, the 
difference was not significant. On the basis of these results, the null hypothesis could not 
be rejected for the interaction between gender and assessment. Furthermore, the main 
effect hypotheses for both assessment and gender were not rejected.  
Hypothesis 4 
Null hypothesis 4 stated that no significant differences will exist by gender in 
Benchmark Mathematics Exam performance of seventh-grade students in Arkansas 
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middle schools who received TLI-interim assessment versus those seventh-grade students 
who received NWEA-interim assessment. Data were screened for data entry errors and 
missing values. No cases of data entry errors or missing values were found. The KS 
statistics and histograms were used to test the assumption of normality. An examination 
of the histogram for each group revealed some deviations from a normal distribution. 
Results from the KS tests confirmed this violation for the mathematics performance 
distribution of TLI males, D(100) = 0.13, p = .000. However, results from the KS tests 
revealed no violation for the mathematics performance distribution of NWEA males, 
D(100) = 0.06, p > .05, as well as for NWEA females, D(100) = 0.09, p > .05, and TLI 
females, D(100) = 0.05, p > .05. Despite the observed violations in normality, proceeding 
with the analysis of data using ANOVA was deemed appropriate because ANOVA is 
considered robust to violations of the assumption of normality (Pallant, 2013). Table 7 
presents a summary the group means and standard deviations for this analysis. 
 
Table 7 
Descriptive Statistics from Seventh-Grade 2013 Arkansas Benchmark Mathematics Exam 
Raw Scores 
 
 
 Seventh-grade mathematics 
Assessment Male  Female  Total 
 N M SD  N M SD  M SD 
NWEA 100 400.90 154.79  100 396.50 141.07  398.70 147.73 
TLI 100 399.90 165.65  100 414.30 142.90  407.10 154.47 
Total 200 400.40 159.91  200 405.40 141.91  402.90 151.01 
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Next, to test the assumption of equality of variances, Levene’s test was conducted 
within ANOVA and indicated that the assumption of variances was violated, F(3,396) = 
2.69, p = .046. However, the ANOVA test is reasonably robust to violations of this 
assumption when group size is similar (Pallant, 2013). Further examination of the data 
revealed no significant outliers. Having checked all the assumptions associated with 
ANOVA, Hypothesis 4 was tested using a 2 x 2 factorial ANOVA to evaluate the effects 
of interim assessment type and gender on mathematics achievement as measured by 2013 
Arkansas Benchmark Mathematics Exam. Results of this analysis are displayed in Table 
8. 
 
Table 8 
Factorial ANOVA Results from 2013 Arkansas Seventh-Grade Benchmark Mathematics 
Exam Raw Scores 
 
Source SS df MS F p ES 
Gender 2500.00 1 2500.00 0.11 .741 0.00 
Assessment 7056.00 1 7056.00 0.31 .579 0.00 
Gender*Assessment 8836.00 1 8836.00 0.39 .535 0.00 
Error 9080244.00 396 22929.91    
 
 These results revealed no significant interaction between assessment and gender 
on the mathematics performance of seventh-grade students, F(1,396) = 0.39, p = .535, ES 
= 0.00. Given there was no significant interaction between the variables of gender and 
assessment, the main effect of each variable was examined separately. The main effect 
for gender was not significant with a small effect size, F(1,396) = 0.11, p > .05, ES = 
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0.00. The main effect of assessment was also not significant with a small effect size, 
F(1,396) = 0.31, p > .05, ES = 0.00. Figure 4 shows the means for seventh-grade 
mathematics achievement as a function of type of assessment and gender. 
 
 
Figure 4. Mean seventh-grade Benchmark Mathematics scores by gender and assessment. 
 The results showed that males and females performed similarly, regardless of the 
type of assessment, and TLI students and NWEA students performed similarly, 
regardless of gender. On the basis of these results, the null hypothesis could not be 
rejected for the interaction between gender and assessment. Furthermore, the main effect 
hypotheses for both assessment and gender or assessment were also not rejected.  
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Summary 
The purpose of this study was to determine the effects of gender and assessment 
type on literacy and mathematics achievement for sixth and seventh-grade students in 
Northwest Arkansas. For the four hypotheses, none displayed a significant interaction 
between assessment type and gender. See Table 9 for results of significance for 
interaction and main effect of variables. 
 
Table 9 
Summary of Statistically Significant Results (p < .05) by Grade for Hypotheses 1-4,  
Variables 
Literacy p   Mathematics p 
H1 H2  H3 H4 
Gender*Assessment  .773                .932  .581 .535 
Assessment   .011*     .003**  .945 .579 
Gender    .000**     .000**  .124 .741 
Grade      
6      
7      
* p < .05 
** p < .01 
 
 
Additionally, neither the main effect for gender nor the main effect for assessment 
type was not significant for the two hypotheses related to mathematics achievement for 
sixth or seventh-grade students. However, the two hypotheses related to literacy 
achievement yielded different results. The main effect of both gender and assessment 
type were significant in regard to literacy achievement. The effect size of assessment was 
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small for both sixth- and seventh-grade students on literacy achievement. The effect size 
for gender was also small for both sixth- and seventh-grade students on literacy 
achievement.  
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CHAPTER V 
DISCUSSION 
 The effects of interim assessment on academic achievement represent an 
important factor to consider for current school administrators. Fleming (2013) 
emphasized the importance of recognizing each student’s current instructional level to 
assess and meet each student’s academic needs. Interim assessment programs may 
provide student achievement data and measure the different levels of performance. The 
insight from this information might provide the benefit of improved instruction. 
However, Goertz, Olah, and Riggan (2009) emphasized that although interim 
assessments were useful, they were not sufficient standing alone to address improved 
instruction. The data gained from interim assessment did inform teachers over what 
content should be re-taught to students. Interim assessments were aligned to state 
standards and curriculum which helped school and district personnel to use the resulting 
data better. Interestingly, school leadership and culture of data were identified as critical 
factors for improving instruction as well as interim assessments. Effective instruction is 
an important aspect to consider when focusing on improved academic achievement. 
Interim assessment’s impact on instruction was not clear from the research. 
 Every culture in public schools across the country is unique to specific school and 
community. Tailoring the interim assessment program to the needs of the students in a 
school district is important. Ryan (2010) stated that attention should focus on the 
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program’s validity for all students aligning resources, finances, material, and personnel to 
meet those needs. An effective evaluation system would require constant monitoring, 
reviewing, and adjusting to ensure the program would be successful to justify the 
district’s investment. Further, Hicks (2014) stated that the purchaser must consider the 
adaptiveness of the assessment. For the interim assessment program to meet its intended 
needs, the data must be reliable to influence building and district level decisions. Lastly, 
the data should help to predict high stakes test outcomes like the benchmark exams that 
schools are considering.  
For this study, the Benchmark results in literacy and mathematics and the effects 
on these tests by interim assessment programs (NWEA versus TLI) and by gender were 
examined. Findings indicated that TLI costs significantly more than NWEA. Students 
who received TLI interim assessment preparation scored significantly higher than 
students that received NWEA interim assessment preparation on the literacy Benchmark 
Exam for both sixth- and seventh-grades. Further, females did perform better in literacy 
than their male counterparts. There was no significant difference in achievement in 
mathematics by interim assessment programs or by gender. This chapter includes 
conclusions for the hypotheses, implications from the study, and recommendations 
regarding the potential for practice and policy and for future research considerations. 
Conclusions 
To address the four hypotheses, the following statistical analyses were used. 
Hypothesis 1 was analyzed using a 2 x 2 factorial ANOVA with gender and assessment 
type as the between-subjects independent variables with sixth-grade literacy Benchmark 
Exam raw scores as the dependent variable. Hypothesis 2 was analyzed using a 2 x 2 
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factorial ANOVA with gender and assessment type as the between-subjects independent 
variables with seventh-grade literacy Benchmark Exam raw scores as the dependent 
variable. Hypothesis 3 was analyzed using a 2 x 2 factorial ANOVA with gender and 
assessment type as the between-subjects independent variables with sixth-grade 
mathematics Benchmark Exam raw scores as the dependent variable. Hypothesis 4 was 
analyzed using a 2 x 2 factorial ANOVA with gender and assessment type as the 
between-subjects independent variables with seventh-grade mathematics Benchmark 
Exam raw scores as the dependent variable. To test the null hypotheses, a two-tailed test 
with a .05 level of significance was used. Interaction and main effects were examined for 
each of the hypotheses. The following hypotheses were tested and used to determine 
conclusions. 
Hypothesis 1 
 Hypothesis 1 stated that no significant differences will exist by gender in 
Benchmark Literacy Exam performance of sixth-grade students in Arkansas middle 
schools who received TLI-interim assessment versus those sixth-grade students in 
Arkansas middle schools who received NWEA-interim assessment. In analyzing the 
results of the ANOVA, the type of assessment used did not interact with gender on 
students’ literacy achievement. Therefore, no significant interaction effect was noted 
between assessment and gender on the literacy test performance of sixth-grade students, 
and the null hypothesis for the interaction effect was not rejected. However, the main 
effect of assessment was statistically significant. Students using the TLI assessment 
performed better on the Benchmark Literacy Exam compared to students using the 
NWEA assessment regardless of their gender. Additionally, the main effect of gender 
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was also statistically significant. In general, females outperformed males on the literacy 
Benchmark Exam for sixth-grade students regardless of the type of assessment. 
Consequently, the main effects for both assessment type and gender were significant, and 
the null hypotheses for both main effects were rejected. 
Hypothesis 2 
 Hypothesis 2 stated no significant differences will exist by gender in Benchmark 
Literacy Exam performance of those seventh-grade students in Arkansas middle schools 
who received TLI-interim assessment versus those seventh-grade students in Arkansas 
middle schools who received NWEA-interim assessment. In analyzing the results of the 
ANOVA, the type of assessment used did not interact with gender on students’ literacy 
achievement. Therefore, no significant interaction effect was noted between assessment 
and gender on the literacy test performance of seventh-grade students, and the null 
hypothesis for the interaction effect was not rejected. However, the main effect of 
assessment was statistically significant. Students using the TLI assessment performed 
better on the Benchmark Literacy Exam compared to students using the NWEA 
assessment regardless of their gender. Additionally, the main effect of gender was also 
statistically significant. In general, females outperformed males on the literacy 
Benchmark Exam for seventh-grade students regardless of the type of assessment. 
Consequently, the main effects for both assessment type and gender were significant, and 
the null hypotheses for both main effects were rejected. 
Hypothesis 3 
 Hypothesis 3 stated no significant differences will exist by gender in Benchmark 
Mathematics Exam performance of sixth-grade students in Arkansas middle schools who 
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received TLI-interim assessment versus those sixth-grade students in Arkansas middle 
schools who received NWEA-interim assessment. In analyzing the results of the 
ANOVA, the type of assessment used did not interact with gender on students’ 
mathematics achievement. Therefore, no significant interaction effect was noted between 
assessment and gender on the mathematics test performance of sixth-grade students, and 
the null hypothesis for the interaction effect was not rejected. Likewise, the main effect of 
assessment was not statistically significant. Students using the TLI assessment performed 
no differently on the Benchmark Mathematics Exam compared to students using the 
NWEA assessment regardless of their gender. Additionally, the main effect of gender 
was also not statistically significant. In general, females performed similarly to males on 
the mathematics Benchmark Exam for sixth-grade students regardless of the type of 
assessment. Consequently, the main effects for both assessment type and gender were not 
significant, and the null hypotheses for both main effects were not rejected. 
Hypothesis 4 
 Hypothesis 4 stated no significant differences will exist by gender in Benchmark 
Mathematics Exam performance of seventh-grade students in Arkansas middle schools 
who received TLI-interim assessment versus those seventh-grade students who received 
NWEA-interim assessment. In analyzing the results of the ANOVA, the type of 
assessment used did not interact with gender on students’ mathematics achievement. 
Therefore, no significant interaction effect was noted between assessment and gender on 
the mathematics test performance of seventh-grade students, and the null hypothesis for 
the interaction effect was not rejected. Likewise, the main effect of assessment was not 
statistically significant. Students using the TLI assessment performed no differently on 
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the Benchmark Mathematics Exam compared to students using the NWEA assessment 
regardless of their gender. Additionally, the main effect of gender was also not 
statistically significant. In general, females performed similarly to males on the 
mathematics Benchmark Exam for seventh-grade students regardless of the type of 
assessment. Consequently, the main effects for both assessment type and gender were not 
significant, and the null hypotheses for both main effects were not rejected. 
Implications 
 To interpret the results of this study, a reflection over the larger context of the 
review of literature should occur. Research regarding the influence of interim 
assessments on student achievement has yielded mixed results. For instance, Blazer 
(2008) stated that preliminary indicators of a study indicated that an interim assessment 
program had a positive effect on student achievement. However, she indicated that the 
predictive validity of interim assessments produced mixed findings and a more detailed 
study in the future would be needed. McGraw-Hill Education (2015) reviewed an interim 
assessment program’s effect on reading and mathematics. The results of the study 
showed a statistically positive impact on literacy in Grades 3 through 5 and on 
mathematics in Grades 5 and 6. Several studies were similar, finding varying results 
depending on the age group and subject. For example, Konstantopoulos et al. (2013) 
stated the vast majority of the treatment effects in their Indiana study regarding the 
effects of interim assessment on student achievement for elementary students were 
positive but not significant at most levels. The treatment effect was significant, however, 
in fifth- and sixth-grade students for mathematics achievement. 
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While the aforementioned research relates to this study, clear distinctions in the 
findings are evident and not directly applicable. The study in this project was not 
comparing the use of interim assessments in comparison to traditional instruction or 
previously used instructional methods. The study focused on the comparison of two rival 
interim assessment providers effect on student achievement for mathematics and literacy. 
Research that compares two or more specific providers of interim assessments was not 
found. Therefore, this study should provide some new information for comparing interim 
assessments. For this study, TLI clearly outperformed NWEA at a significant level in 
sixth- and seventh-grade literacy. There was no significant difference in the two interim 
assessments in mathematics performance of sixth- and seventh-grade students. Although 
the cost of TLI is significantly more than NWEA, the difference in literacy scores was at 
a significant level. A school district’s financial resources might be the determining factor 
in whether or not the district could pursue purchasing the interim assessment program. 
As mentioned earlier in the study, there are many rules of thoughts or even myths 
regarding the effect of gender on academic achievement. The thoughts that girls are better 
in English and boys are better at math are not consistently supported by research. 
However, some research exists to support such notions. Zembar and Blume (2011) stated 
that, while there was no difference in girls and boys mathematics performance in fourth 
grade, girls tended to lose ground in mathematics performance beyond fourth grade. 
Further, girls tend to excel in verbal ability over boys throughout high school. Klinger et 
al. (2009) reiterated girls’ superiority in reading and writing stating that girls 
outperforming boys had been a static pattern over the past 40 years. However, they did 
report some cases of boys performing similarly to girls in literacy. Moreover, they stated 
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that the historical gap of boys outperforming girls in mathematics has shrunk in many 
instances.  
Furthermore, Hyde and Mertz (2009) stated: “…studies find more males than 
females scoring above the 95th or 99th percentile, but the gender gap has narrowed over 
time in the U.S.” (p. 1). The authors also emphasized that the gaps in mathematics are not 
found at all in some ethnic groups and some countries. Last, Penner and Paret (2008) 
stated that gender differences were thought to emerge in mathematics at the end of 
middle school and beginning of high school with boys outperforming girls. However, 
they stated that the change occurs as early as third grade. As stated, some research 
supports girls’ dominance in literacy and boys’ dominance in mathematics, but 
exceptions are revealed as well. 
For this study, girls significantly outperformed boys in literacy achievement for 
the Arkansas Benchmark Exams for both sixth- and seventh-graders. The girls scored 
higher regardless of what interim assessment program was used. The results of the study 
were consistent with much of the research concerning gender effects on literacy 
achievement. However, gender effects on mathematics performance did not follow with 
the research that boys tend to outperform girls in mathematics. In fact, there was no 
significant difference in mathematics performance of the Arkansas Benchmark Exams 
between boys and girls for sixth and seventh-graders. In fact, the mean scores for girls 
were higher than the mean scores for boys in mathematics performance for both sixth- 
and seventh-grade students though not at a significant level. 
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Recommendations 
Potential for Practice/Policy 
 The study was conducted in four school districts in Northwest Arkansas and 
limited to sixth- and seventh-grade students only. The study compared the test scores of 
sixth-grade students in literacy and mathematics who received either TLI or NWEA 
interim assessments, as well as seventh-grade student in the same subject areas. The 
study compared the test scores by gender in those grade levels, as well. The findings of 
the study might have an impact on the policies for purchasing of interim assessments by 
administrations in school districts. First, school districts should determine if interim 
assessment programs are worth the expense. The cost of an interim assessment program 
might be a major factor to consider for some school districts. Some school districts 
generate more unrestricted local wealth than other school districts. However, some poorer 
school districts might receive additional categorical revenue in which educational 
programs may be purchased. A school district would need to conduct a cost analysis 
evaluating the cost of the product versus the research that identifies the strengths of the 
interim assessment program and equate the fiscal resources to purchase with the 
academic needs of the district. All school districts are different as are their specific needs 
for student learning. 
Second, school districts should research whether some interim assessment 
programs are better than others. For instance, some interim assessments might perform 
better in literacy and other programs perform better in mathematics. Educators must 
research which program best suits their school. Do some interim assessment programs 
reach the needs of girls better than boys? For example, a school district might have a 
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scenario where the importance of education is more important for boys than girls or vice 
versa. If an interim assessment program yields data that it can be effective with the 
gender the district needs help with, then that interim assessment program might be the 
most appropriate. Some districts create their interim assessments. Some interim 
assessment programs are inexpensive or free. A district’s school leaders must determine 
what is better for their school. 
Third, the state legislature may determine that it is necessary to pass laws so that 
all school districts can afford interim assessments. Some districts create their own 
assessments, and some are available at little or no cost. In theory, any district may obtain 
an interim assessment program. However, some districts may not be able to purchase the 
interim assessment program that their students need because of cost. The discrepancy in 
funding for individual districts may be considered an equity issue. It is important that 
every student in the United States have an education that meets their individual needs. 
State comprehensive exams determine how public schools are rated. ACT and SAT 
scores are factors in determining students’ funding for higher education. Therefore, 
testing is important in today’s educational system. Preparing students for these 
assessment challenges must be at the forefront of the concerns for government officials. 
Fourth, school officials should determine how to address gender gaps in 
mathematics and literacy. While research yields mixed results on gender differences in 
student achievement, enough research supports certain discrepancies in academic 
achievement in boys and girls that it should be considered. Programs should be 
researched that might improve girls’ achievement in mathematics and boys’ achievement 
in literacy. Interim assessment programs might be helpful to balance the scales, but other 
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options should be considered as well. Programs that address the stereotyping that could 
affect a student’s mindset on what he or she should or should not enjoy at school should 
be researched. Determining what differences are due to lack of academic potential in an 
area or other contributing factors should be studied. 
Fifth, the school district should provide research-based professional development 
for teachers to determine how they might best use the data generate to improve 
instruction and meet the individual needs of their students. From the research on interim 
assessment programs, a constant and paramount goal is to improve instruction in the 
classroom. Ideally, as instruction improves student achievement will, likewise, be 
positively affected. Interim assessment data may target areas of need for student 
improvement. Using this information to individualize instruction to help all students 
should be the goal. Educators ranging from the classroom teacher all the way to the 
superintendent are bombarded with educational information all the time. There is no 
shortage of educational strategies and programs. Training teachers properly on the right 
programs should be of paramount importance to all school administrators. Simply 
selecting the right interim assessment program is only the first step. Training all members 
of the educational community on their roles of using the data may make the program 
successful for everyone involved. 
Future Research Considerations 
The findings of this study do not support that TLI or NWEA interim assessments 
provide an advantage over one another in mathematics achievement for sixth- and 
seventh-grade students. Additionally, the findings do not support that there exists a 
difference in mathematics performance based on gender. However, TLI assisted students 
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outperformed NWEA assisted students in literacy achievement for both sixth- and 
seventh-grade students. Furthermore, females outperformed males in literacy 
performance for sixth- and seventh-grade students according to the findings of this study. 
To evaluate the impact of specific interim assessments and gender on mathematics’ and 
literacy achievement, the following studies are recommended: 
1. A study examining the effects of interim assessments on mathematics and 
literacy achievement on different areas of Arkansas (Ex. Central or Eastern 
Arkansas) 
2. A study examining the effects of the ACT-Aspire interim assessment program 
over the next several years due to the change to ACT-Aspire as the 
comprehensive state assessment 
3. An examination of the impact of the use of interim assessment programs on 
classroom instruction 
4. A study examining the effects of socio-economic status, ethnicity, and other 
potential factors on mathematics and literacy achievement 
5. A study examining gender effects on mathematics and literacy achievement at 
different grade levels including elementary school, middle school, and high 
school students 
6. An examination comparing multiple interim assessment programs for their 
effect on mathematics and literacy scores for multiple grade levels 
(elementary, middle, and high school) 
7. A study on the effects of gender on academic achievement on different 
regions of the state and/or nation 
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The United States puts a high priority on public education. While the local and 
state governments have always had a prominent role in education, the federal government 
has injected itself in the arena in recent years with the initiatives including No Child Left 
Behind and Race to the Top. The Department of Education promotes student 
achievement to prepare young people for global competitiveness, fostering excellence in 
education and ensuring equal access. The use of interim assessments may be important in 
the goal to promote student learning. 
The topic of interim assessment programs has become a common conversation for 
contemporary educators. Blazer (2008) stated that, while research is limited on the effect 
of interim assessments, there is an indication that using periodic assessments to guide 
instruction may have a positive impact on student achievement. For this study, the 
comparison of two popular interim assessment programs may provide new data that 
might be useful in choosing a program that might yield the best results for an individual 
district. Interim assessments are available at a wide variety of prices. Determining which 
program fits a districts’ needs financially, student-wise, and subject-wise is important. In 
fact, a district might determine that purchasing an interim assessment program is not 
necessary at all for their district. However, school administrators must determine creative 
ways to improve student learning in their districts. Choosing the most suitable interim 
assessment program could be a step towards that goal. 
The effect of gender on academic achievement has produced mixed results in 
research. Penner and Paret (2008) stated that, while much research indicates boys will 
outperform girls by middle school or the beginning of high school, some studies show 
that it occurs much earlier. For this study, there were no significant differences in 
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mathematics performance by gender for sixth- and seventh-grade students. Klinger et al. 
(2009) stated that female students’ superiority in literacy areas has been relatively 
consistent in research for the past four decades. Consequently, this study indicated that 
females outperformed males at a significant level in literacy for sixth- and seventh-grade 
students in Northwest Arkansas. If certain challenges are a factor for specific genders 
regarding a specific academic subject, these issues need to be studied to determine how to 
overcome the barriers and succeed. The effects of gender on academic achievement must 
continue to be an important topic for educators. Challenges regarding gender can be met 
with the support of the entire school community.  
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